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ABSTRACT 

Intended for regular classroom teachers, the guide 
provides information on the educational needs of exceptional children 
who will be mainstreamed into the regular classroom-i Data is 
presented in the form of answers to .35 questions which cover the 
following areasi definition and purpose of mainatreaming; developing 
student instructional programs; ways to handle social problems; 
referral procedures; treatment of students with medication; 
identification of and assistance with motor difficulties, auditory 
perceptual difficulties, and visual perceptual difficulties; 
suggestions for developing a mathematics program; commercially 
available criterion^referenced or concept^ref erenced tests for 
mathematical diagnosis; and the parent^teacher relationship. Also 
provided are a list of recommendations regarding parent counseling 
and an outline with information on visual perception, auditory 
perception, perceptual integration, language, and gross and fine 
motor skills, (SBH) 
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PREFACE 



In June 1975 the State Board of Iducation adopted reviied Spt clal 
Education Regulatloni (Title 22, Chapter 13) that mandate school dli- 
trlcti and intermediati units to mainstream those axceptional children 
that could profit from such a program. In order to help facilitate the 
mainstreaming of exceptional children In the Commonwealth, this re- 
iource guide was developed to assist regular classroom teachers in be* 
coming familiar with the educational needs of ^KCeptional children who 
will either remain in the regular classroom or be returned to the regular 
classrooni. 

This document by no means answers every question that a reguiar 
classroom teacher may have regarding the concept of mainstreaming; 
however, we believe it is a good beglnntng. 

Jeffery N. Grotsky 
Program Development Adviser 
Pennsylvania Department of Education 
Div. of Special Education 



The following persons have contributed to this document: 

Raymond J. DembinskI William F. Ohrtman 

Jeffery N, Grotsky David A* Sabatino 

Sidney Milier Les Sternberg 

A ipecial note of appreciation to Intermediate Unit 15 and Dr. 
Ronald FInkenbinder, Special Education Director, Intermediate Unit 15, 
for his support in the development and field testing of this document. 
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THE CONCEPT OF MAINSTREAMING 



1. What i§ mainstreamfng? 

Mamstreaming 1^ an educational pmciss of maintaining or return- 
ing exceptional studenti who can best profit from such placement to 
the regular education classroom, with ati needed supportive services 
provided. 

2. How can I teach exceptmnal students when I do not have special 
education priparation? 

Exceptional students are more similar to, than different from, 
other students. They generally progress through exactly the same deveU 
opmental processes as norma! students. However, the processes may be 
slower or inconsiitent with other students at the same developmental 
level, The development may have been impaired by a loss of sight, hear- 
ing, coordination, or atypical socio-emotional developmsnt. The teacher 
should modify the manner in which he/she teaches to include small in- 
structional steps. For example, a task which can be broken down into 3 
sequential steps for a normal child may have to be broken down into 15 
smaller sequential steps for an exceptional child, 

3. What is the pUFpoie of malnstreaming? 

Its primary purpose is to enable students with minimal' educational 
and behavior disturbances to participite in the normal classroom as 
much as possible so that they can be better prepared to take their place 
in society. When the student is unable to effectively learn uq.der certain 
conditions, special personnel assist him/her to overcome the education 
debilitation through a sequenced set of instructional objectives. Those 
sequenced steps Involve the development of an education plan. 

4. Whit Is an education plan? 

A flexible plan comprised of the major social, psychologycal, aca- 
demic, and vocationaLgoals that will help a student achieve mytually 
agr^fd-upon life objectives, 

5. SNhht Is an instructional objective? 

An instructional objective serves as the foundation in the develop- 
ment of a total instructional program. There are two characteristics of 
an instruci;ional cbjective: 



a) what the teacher expects the student to obtain, and 

b) the time period in which he/she can obtain It. For example, 
"John will be able to walk once across the balance beam without 
falling In 10 days." "John will idintify on a map the 50 states 
within a month/' 

6. How are Initructipnal Dbjectivei determfned? 

A test profile provides a graphic description of the results, indicat- 
ing academic and learning aptitude strengths and weaknesses, 

7. What Is oonsidared in developing instructional goals? 

" In formulating instructional goals, three questions should be con- 
sidered: 

a) Should the impetus of the educational program respond to a 
particular academic problem and provide remedial instruction? 

b) Should the intervention be directed towards training a specific 
processing behavior, such as visual or auditory discrimination? 
(see appendix) 

c) Should the priority be the modification of an overt behavior 
that interferes with the Instructional process? 

8. What IS an initial instructional objective? 

An initial instructional objective specifies a remedial skill which 
should be worked on because It affects the abiliiy of the student to 
develop other more advanced skills, 

9. What Is a prescription? 

A prescription is a written statement naming the instructional 
method and the material the teacher will use to enable the student to 
achieve the established instructional objective. 

10. How can the instructional objective be evaluated? 

There are two basic procedures for evaluating an instructional 
objective: 

a) A preassessment and postassessment measure of the objective, 
indicating the student's strengths and weaknesses prior to and 
following instruction, 

b) A erlteripn-referenced record of progress which indicates the 
. daily achievement leveL This record is based on the level of 
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achievement which the individual student can rea!istically be 
expected to attain, 

11. What is the procedure to formulate a student's instructional 
program? 

The following six instructional steps outline this procedure: 

a) Specify the initial instructional objective. 

b) Specify the teaching prescription. 

c) Select the instructional material 

d) Specify the criterion expected level of success, 

e) Evaluate the pupil performance. 

f) If successful, specify the next logical instructional objective 
and repeat the sequence. 

12. What If the student does not achieve the apeeifled criterion level 
of success in his Instructional program? 

If the student does not achieve the specified criterion level of 
success, five questions are raised: 

a) Is the initial instructional objective appropriate? 

b) is the teaching strategy the most efficient method of achieving 
the objective? 

c) Is the instructional material the most appropriate? 

d) Is the criterion level of success within the student's abilities? 

e) Is there a need for reviewing the assessment information and 
modifying the Initial program? 

13. What are the reiponsibillties of a resource room teaaher? 

The resource teacher provides direct services to teachers, individu- 
al students, and small groups of students who are identified as excep- 
tional by screening procedures but whose problems are not severe 
enough to warrant placement in fulhtime special education classes. 
This same resource teacher can provide the regular classroom tet^cher 
with alternative methods, materials, and/or criterion, 

14. How do I, in my olassroom of 30 students, provide a child with 
individuaiiiid instruction? 

When a learning or behavior impaired student first enters your 
classroom a diagnosis of his/her strengths and weaknesses should be 
made. On the basis of the diagnosis, you should formulate instructional 
objectives for the student. As much as possible, these objectives should 
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coincide with those already developed for the rest of your clasi. Sup- 
plemental instructional materials geared to the student's specific educa- 
tional level should be used to insure attainment of these objectives. 
These materials can be obtained through the resource room or itinerant 
teacher. If the child is not able to meet these instructional objectives, 
additional consideration should be given to the appropriateness of the 
placement or the sequential nature of the program in your class. Re- 
mambar, even if the student does not participate fully in all activities, 
he/she can grow socially and educationally by the stimulation which 
the classroom activities provide, 

15. Hovi/ do I keep the other students from ridiculing the exGeptlonal 
Individual? 

The students need *o be made aware that everyone is different 
In his own way. Try as much as possible to treat the exceptional stu- 
dent the same way you treat other members of the class. Emphasize 
the similarities rather than the differences between the exceptional 
student and the rest of the individuals in the class. The goal is to help 
all people understand and live in harmony.. 

16. How am I luppused to handle a student during an emotional 
crisis? 

A "'crisis" involving an exceptionai student is really no different 
from a crisis or problem involving any others in your class. Exception- 
al students are, first and foremost, persons. They respond to the same 
value appeals, threats, praise, and support that others do. Here ard 
some things to keep in mind when a ^'crisis" occurs: 

a) A crisis is a disruption in your program. You have a choice at 
this point. You must decide whether the student(s) involved 
and the issues are important or whether your program is Impor- 
tant. If your program takes precedence, mete out whatever con- 
sequencss you normally would. Be prepared, however, for "spill- 
over" to occur sometime later that day or week. If the issue is 
not resolved by you, the student(sj will find some way to resolve 
it later. This may show up in the form of teasing, name-calling, 
pushing, fighting, or in some form of resistance to you, e.g., ver- 
bal abuse, refusal to cooperate. If you cope with the issue, you 
must realiie that you may or may not be able to resolve it. 
Whether you do or not is unimportant. The fact that you recog- 
nize alt students and their needs is important* This is what "build- 
ing rapport" is alt about. 
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b) Everyone involved in a crisis has his own point of view as to 
what precipitated and maintained the crisis, Your task is to: 

(1) Calmly separate the children involved — physically if 
need be, 

(2) Reassure each child that his/her point of view will be 
heard completely and without any Judgment of right or wrong 
on your part. 

(3) Piece the events together sequentially. 

(4) Try to arrive at a conclusion. If you have conflicting evi- 
dence, you can: 

(a) do nothing; 

(b) put the children involved "on probation"; or 

tc) administer whatever consequences you feel are ap- 
propriate. The important element here is to be fair. Stu- 
dents can accept differences in treatment as long as the 
differences are arrived at fairly, 

c) A "crisis" can be a learning situation. The others in your class 
know when you have to deal with a serious problem. They gener^ 
ally will not become disruptive, They may talk among themselves, 
continue their seat work or projects, or do whatever else you sug- 
gest. The atmosphere of "seriousness" that prevails during a crisis 
is generally sufficient to maintain order in your room, A calm de- 
meanor and stable emotional posture by the teacher also contri- 
bute to neutralizing a crisis and reestablishing order, 

17. How do 1 manage a child who will be socially, emotionally^ and 
eduoationally less mature than others in my clasi? 

Initially, you should determine at what level the student is func- 
tioning in each of the developmental processes. Then set realistic ex- 
pectancies based on those levels of develop! nent, 

18, Will other children learn inappropriate behevior attitudes from the 
exceptional itudenti in my oiasi? 

The range of abilities, interests, and behavior that you observe in 
the normal children in your class also exists among exceptional students. 
There Is no reason to expect the behavioral differences of mainstreamed 
students to be so severe as to influence the behavioral attitudes of the 
others in your class. 

The behavioral standards, rules, and consequences that you estab- 
lish for your cliss-should prevail for ail — exceptional or not. The con^ 
sistency and fairness with which you apply those rules and consequences 
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determine how the students will react and will be a meaiure of preven- 
tion, Keep in mind that exceptional individuals want to be like the 
others. Academics may be one aria in which it might be most difficult 
for mainstreamed students to compete. The task may be easiest in 
terms of social behavior, 

19. To whom do I refer the exceptionat student in my class? 

Every school system or administrative district within a school sys 
tem has established referral procedures. You should become familiar 
with those procedures as well as the forms necessary to initiate action, 
You should also familiarize yourself with any referral procedures 
adopted by your particular school building which supersede any dis- 
trict act'on. 

The fact that you have one or more exceptional students in your 
class should indicate that certain types of consultative assistance may 
be available to you in your building. The following referral model is 
predicated on the avajlability of resource staff. In some cases, resource 
assistance may be available on a regional basis, i.e., the consultants are 
assigned to serve several schools. 

Your first source of assistance should be the consultants {guid- 
ance counselor, itinerant teacher, psychologist, reading or resource 
room teacher) serving your respective building. These consultants may 
have differing philosophies regarding intervention with exceptional 
children. Accept the existence of these differences! They do not indi- 
cate that the consultants have a lack of trust in one another. On the con 
trary, they represent the best possible information that different profes- 
sional fields offer. Regardless of the similarities or differences between 
your consultants, you have one major respons/bWty to all of them: 
RBport facts — not hunches or impress/onsi 

The consultant's task is to interpret the information you provide 
regarding the student in question. If you report a series of asiumptioni, 
hypotheses, or exaggerations, the information you receive from your 
consultant will probably be of little use to you, since it will be founded 
on hunches or Impressions, Report: 

a) what you have tried with the student 

b) how long your intervention program was conducted 

c) what the student's response to your program was 
dj whaj you think you would like to try next. 

In some cases, behavior may be an issue. If so, report: 
a) what you expect the student to do 
bj what the student Is doing 

c) how often the student is not meeting your behavioral 



exptetations 

d) your rasponsa to the student's behavior 

e) the responie of others to the handiGepped student's 
bihivior. 



Figure 1: REFERRAL MODEL 
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20. When ihould a student be placed in a ielf-contained spaaial elaii? 

Several alternatives should be explored before this decision Is 
reached. First, the student may be serviced by a resource teacher, 
Second, if the student is not responding in this situation, he/she can be 
moved to another regular classroom where his needs may be met, A dif- 
ferent teaching style, or class structure may be more conducive to the 
educationsi and emotional needs of the student, Again, resource help 
may be made available if needed. The third alternative would be to 
place the student in a self-contained special class with one or two 
periods a day in a regular classroom. In this manner, the regular class' 
room becomes the resource room instruction available to the child. 

21. How long will the specia! student be in my room? 

This will depend upon the amount of progress the student makes, 
If he/she appears to be benefitting sufficiently from the normal class- 
room environment, then there is little reason to question the placement 
decision. 

22. Who is a resource person? 

An educator trained to diagnose and remediate learning and be- 
havioral problems which exGeptional children present, 

23. When ihould the mainstreamed child receive extra help from a re- 
source person? 

When you find he/she cannot meet the instructional objectives of 
exceptional students in the normal classroom setting, then special educa- 
tion assistance from the resource teacher is possibly (sorely) needed. 
Usually the student will spend most of his/her time in the regular class- 
room. The resource room teacher also serves as a consultant, both to aid 
the teacher in remediating learning problems in the regular classroom 
setting and to offer suggestions for appropriate materials that may meet 
the needs of the child, 

24. How do I program a child on medication? 

Drugs have a definite but limited role in the treatment of students' 
learning and behavior problems. Drugs can be useful with some under 
c&rtain circumstances, Reports vary, but it appears that 30 to 50% of 
those referred because of disruptive classroom behavior and/or poor aca- 
demic achievement can be helped by chemotherapy (medication) alone 



or in cDmbination with psyGhotherapy, remedial tutoring, or special od* 
UGition prpgrammlng. Perhaps the most appropriate way to ana!yie the 
previous statement is to point out that 50 to 70% of the children re- 
ferred because of disruptive classroom behavior and/or poor academic 
achievement do not respond or are not appropriate candidates for 
chemotherrpy. 

The procedures under which you may administer medication 
varies by school district. Check to see if there are established policies 
for your district. Adhere to these policiiis, if for no other reason than 
your legal protection. The following guidelines will aid school systems 
In dealing with this situation: 

a) Written orders are to be provided to the school from a physi- 
cian, detailing the name of the drug, dosage, and the time interval 
in which the medication Is to be taken. These orders are to be 
reviewed periodicaliy, 

b) A written request is to be received by the school district from 
the parent or guardian of the pupil, together with a letter from 
the physician indicating the necessity for the administering of the 
medication during the day, the type of disease or illness involved, 
the benefits of the medication, the side effects, and an emergency 
number where he can be reached. Both letters should be placed 

in the pupil's file, 

c) Madication must be brought to the school in a container appro- 
priately labeled by the pharmacy or physician. 

d) The initial dose at school must be administered by the school 
nurse. If a teacher is to give subsequent medication, the nurse 
should discuss the medication, including its side effects, with the 
teacher, 

e) The school nurse shall prepare a written statement to the buildmg 
ing administrator as to the side effects of the drug, if any, and a 
copy should be placed in the pupiri file. 

f) A locked cabinet must be provided for the storage of the medi- 
cation. Opportunities should be provided for communication with 
the pupil, parent, and physician regarding the efficacy of the medl- 
cation administered during school hours. 

gj With the parent's and physician's consent, medication of a 
short'term duration may be administered by a teacher, 
h) The school district retains the djscretion to re]ect requests for 
administration of medicine* 

You will need some information in order to effectively under- 
stand and teach a child who is on medication, With written parental per- 



13 



9 



^.rnission, and. through your school nurse, obtain the following informa- 
tion from the child's physician' 

a) How does the medication work? 

b) What change in the student's behavior can be eKpected? 

c) What effect will the medication have on the child's attention 
span, memory, motor deKterity, personality, sleeping and eating 
habits? 

d) Does the medication have undesirable side effects? 

e) What behavioral and/or motoric reactions indicate that the 
dosage may be toxic or inadequate for the child's needs? 

f) How long will the child have to take the medication? 

g) Could the child become physically and/or psychologically 
addicted to the medication? 

The most important aspect of chemotherapy Is to understand 
that the use of drugs does not relieve the physician, parent, and teacher 
of the responsibility for seeking to identify and eliminate the factQr(s) 
causing or aggravating the problem. 

2B. How dp I identify and assist a child with gross and fine motor dif- 
ficulties? 

Students with gross motor difficulties exhibit problems in one or 
more of the following abilities: walking, running, throwing, jumping, 
and muscular development. Such students are generally described as 
clumsy, awkward, or poorly coordinated. They may bump into objects, 
be laughed at by their peers, and generally not included In group physi^ 
cal activities. The teacher may find through discussion with the child 
that he/she does not know the left side of the body from^he right, up 
from down, cannot identify various body parts, and/or has a poor self- - 
concept. 

A variety of developmental activities should be provided to such a 
child to facilitate large motor movement and self-awareness. The follQW= 
ing general activities can be offered: 

a) walking to the left (directionality) 

b) walking to the right (directionality) ^ 

c) showing the left ear (identification of body parts) 

. dj walking on a line without going left or right (balance) 

e) squeezing a rubber ball, first with the left and then with the 
right hand 

f ) hopping across the room 

g) swinging the arms above the head in left and right directions. 
These developmental activities must be supplemented with others 
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which promote grpss motor exploration of the environment. For further 
idees relatid to gross mptor development, consult the follpwing: 

Froitig, M, Movemint tducationi Thtory and prictica, Chicigo: Follstt, 
1970. 

Villitt, R. i. Pfogrammlng Isarning disabilitiei. Paio Alto: Fearon, 1969, 
Students with fine motor difficulties have problems printing, 
writing, placing small objects into containers that approKlmate the size 
of the object, and coprdlnatlng their hands and eyes simultaneously. 
Students with flne-mptor problems have deficits in one or more of the 
following areas: finger dexterity, eye movement, hand strength, aware^ 
ness that the body has multiple sides (left, right, top, bottom, front, 
back), ability to adhere to space conitralnts, and writing and drawing 
with clarity, Their drawing and writing are often described as incompre- 
hensible. A variety of activities can be developed for such students, 
including: 

a) building objects with clay (clay should vary In degrees of hard- 
ness) 

b) squeezing clothespins to build a lion's cage (finger strength and 
dexterity) 

e) drawing and writing on surfaces that have lines which limit the 
amount of space the student can use (space containers) 

d) tracking the movement of a pencil by moving only the eye 
while hplding the head still (eye movement) 

e) tracing letters and words Initially, then slowly eliminating the 
tracing model, while encouraging the child to produce symbols 
without examples. 

For further information related to fine motor training, consult 
the following: 

Cratty, B. Pevilopmental sequinoe of pfrciptual motor taski^ Freeport, N,Y> 

Educatianii Actlvitlei, Inc., 1967, 
Kiphart, N, The slow learner In tHa clBmroom^ CoiumbuSf Q.i hAerrUi^ 1985, 

26. How can I identify and assist a child with auditory pefceptual 
difficylties? 

Students with auditory perceptual difficulties generally attend to 
verbal discussion or instruction for only very short periods of time. They 
have problems in discriminating sounds and in retaining and recalling 
audltprv experiences. They are often distracted during verbal discussion 
and are prone to be talking or looking out of the window, Such students 
are sometimes easily distracted by noises unrelated to the activities In 
which they are involved. Though all students can be distracted, the 
auditorially impaired student Is more easily often diverted from his/her 
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task, This student has difficulty learning and retaining letter and word 
sounds, doei not comprehind nor remember instructloni, and exhibits 
verbal Gommunlcation difficulties. Obviously, this student Is a poor can- 
didate for a phonics program, which emphasiies sound decoding. Other 
concomitant difficulties; poor attention span and unfamlliarity with 
the language or pronunciation. These individuals can be provided such 
activities as the following: 

a) Exercises can train the student to discriminate loud and soft, 
high and low, quici< and slow auditory signals 

b) Activities can train the student to attend to a specific stimulus 
while other auditory stimuli (ground) are used to district him/hen 
Such aotlvities ought to make the desired sound (figure) dominant, 
but as the training proceeds the desired sound's dominant proper- 
ties must be reduced so that the child is exposed to progressively 
more difficult figure-ground exercises. 

c) A series of instructions is given to the student which he must 
follow in the correct sequence. The series is lengthened as the 
student demonstrates mastery m retaining and performing the 
tasks. Refer to the Appendix for an explanation of auditory 
perception. 

For further information related to auditory training, see the 
following: 

Bush, W. Bl Gtlei, T. Aid to psychollngulstlo teaching. Columbus, O.i 
Merrill, 1969. 

jDhnion, D. Bi Myklebust, H, Liirnlng diiibiMtiei. Niw York: Grune dt 
T-.:_^ itratton, 1967, 

27. How can a teicher identify and aid children with visual perceptual 
difficulties? 

Visuai Impaired students have difficulty In all phases of the school 
academic program, which tend to be visually oriented. Impairments in 
visual perceptual processing can be identified If the student skips words 
and lines during reading (figure*ground), reverses letters or words (posi- 
tion in space), cannot identify the same or similar letters or letter clus- 
tering (discrimination), and/or has trouble properly ordering the se- 
quence of letters or numbers (memory). These students have great diffi- 
culty with basal reading series^ which emphasize the look^say strategy. 
They often are unable to reproduce writing on the chalkboard and have 
difficulty attending to visual tasks. Many activities are available to assist 
these children, e.g. . > 

a) Have the child try to find hidden objects (figure-ground). 
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b) Provide the same letter In varying size, position, and type face 
and train the child to discrirninate the Invariant quality of the let- 
ter (discrimination), 

c) Have the child pick out letters and words of the same contruct 
but different positioning, i.e., d/b, n/u^ p/b, p/q, saw/was, r&t/t&r, 
but/tub (position In space). 

d) Sequence letters and words in proper order (memory). See 
Appendix for an explanation of visual perception. For further in- 
formation related to visual perception training see: 

Froitig, The developmental program in visual pergsptlon. Chicago: 
Follett, 1954. 

Sabitlno, D, A., Miller, S. R., 8t Sabatino, M. E. Early ehlldhood form 
eonstincy program. Philadelphia: Buttonwood Farmi, Inc., 1973, 

23. What techniques will enabie me to determine whether a child has a 
reoeptlvi, aiioeiative, or expressive language disability; and what can I 
do when the problem Is Identified? 

Children with receptive language handicaps — whether the recep- 
tive process is visual or auditory"— have difficulty comprehending what 
they perceive. The daily communication that takes place In the class- 
room is difficult to understand. For example, to determine whether 
auditory receptive language disabilities exist, such questions can be . 
asked as, "Do teachers teach?", "Do books bounce?", and "Do children 
tattle?" Each of the preceding questions could be answered with a yes- 
or-no shake of the head. In the visual receptive area, pictures of objects 
which have the same and differing function can be shown, and the child 
asked to point to objects that are alike in function. 

An associative task would require the child to respond to visual 
and auditory analogies. For example, visual analogies would show two 
pictures. The first might depict a boy and a picture of a shoe, indicating 
that boys go with shoes. Then a second set of pictures Is shown of a 
girl, alongside of which are pictures of a cat, hat, seven, and a pencil. 
The child is expected to select the hat, since, like the shoe. It is a form 
of wearing apparel. Likewise, an auditory task would require response 
to a statement such as: "if trees are tall, then grass ig 
In the classroom, the child with associative learning problems has diffi- 
culty understanding the interrelationship between and among activities 
and experiences. 

The two primary expressive processes are verbal and manual. The 
theories of Osgood and Kirk suggest that verbal eKprossion Is closely 
linked to auditory perception and association, while manual ejcpresslon 
is linked to visual perception and association. 
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Tha teacher can assess a child's verba! expression by having him/ 
her desGribe an object such as a pipe. Qualities the child can describe 
include: quantity, size, shape, color, consistency, usage, texture, etc. 
In manual expression the teacher can either give the object or a picture 
of the object to the child and ask the child to demonstrate its use, Chih 
dren with the above problems seem to be aware of what is happening 
but are unable to communicate this awareness. As a result, they are 
often accused of being lazy or not interested. 

It is essential that the teacher identify where the breakdown oc- 
curs. Many children who have the potential to learn are labeled retarded 
because an assessment of the learning breakdown has not been con- 
ducted. Such children do not usually participate in class activities and, 
when they do, their behavior Is often inappropriate. 

In working with such children the teacher need only expand the 
activities described above, as well as insure that visual and auditory re- 
ception and association training Is conducted during reading, social 
studies, mathematics, and language arts, along with verbal and manual 
expression. {Refer to the Appendix for a discussion of language pro- 
cedures.) For further information reiated to receptive, associative, and 
expressive training, consult the following: 

Erlich St Sns ^*?r. Instructional matirials fsF txcsptional children, illza- 
bethon. Pa,: Continantal Press, 19i8, 

Magic cards (and other mitirials). Oak Lawn, III.: Ideal School Supply 
Company, 

29, What typee of reading material can be used with ahildfen experi- 
encing either visual, auditory, or motor expreiilQn diffloultlii? 

a) Auditorily impaired children should be taught with a look=say 
reading strategy. Look-say reading Is exemplified by the basal 
readers now in use in many regular classrooms. The Ginn 360 m6 
the Harper- Row Series are among those currently in use. The 
basal series must be supplemented by a language experience 
program: 

Langua*i€ ixpirrenci In Reading. ChicagQ: incyclopedia Brittanica 
Priis, 1970. A linguistics riading program, e5«emplif(fd by elthir 
the SRA or Merrill progranris. 

Stauffir, R, G, The languagf-experlence approach to the teaohlng of 
reading. New Vork: Harper and Row, 1970. 

Each of these programs must be used in eollaboration and not in- 
dependently of the other, 

b) Those with visual perceptual problems and intact auditory per- 
ception should be initially introduced to reading through a phonics 
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strategy, through a series Vikw DfSTAR or the A/pha S&ri&s^ The 
intact iearning channel is the one that must be ennphasiied. Strate- 
gy ought to be directed at the student's auditory perceptual pro- 
cesa, sfncs for this child it is the learning channel which most ef^ 
Actively discriminates, retains, and recalls information. The 
phonics program must be supplemented with another reading ap- 
proach which remedies the visual perceptual weakness, A basal 
reader is recommended as a supplemental series since it remediates 
the student's weakness. The basal series should be used as a secon- 
dary source in the primary program until the youth has sufficient- 
ly dayeloped adequate phonetic decoding skills. Ultimately, the 
student mun be eased into the basal program totally, since pho- 
netic programs conclude around the end of the third grade, 
c) Students with severe motor or skeletal handicaps should not 
be exposed to a program which initially requires motoric re- 
sponses. Tracing and copying letters should be avoided with such 
children, Reading is not a gross motor or manual function but an 
operation of processing data through the visual and auditory mo- 
dalities. Consequently, such children should be exposed to a pro- 
gram amphaslzing prdcessJng and not motor activity. Some of 
these programs are now available through teaching machines, 
which require the simple push of a button to demonstrate com- 
prehension. (See Appendix for a discussion of fine and gross 
motor handicaps,) 

30. What should I look for when contemplating using a mathematJcs 
program? 

Before teachers begin using a specific mathematics program, they 
should find out whether or not that program has a number of necessary 
components or dimensions. Six of the most important components are 
lilted and explained below, 

a) Ftaxibility. A mathematics program must give the teacher a 
numbt?r of options or procedures for instructing the learner. It 
must also provide the learner with a wide range of alternative 
forms of response. Students often fail to learn not because of 
some Inherent problem, but because alternative strategies are not 
available in the instructional process. A mathematics program 
must be flexible enough to allow the teacher and learner to 
interact in many different ways, providing the learner opportu- 
nity to acquire necessary mathematical concepts. 

b) Reahworld relevance. A good mathematics program must not 
only be interesting to the learner but must also provide necessary 
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experiences for him/her. A curriculum that does not have a direct 
- relationship to real-life situations may nQt be motivating for the 
student, 

c) PiagnQstic/prB^nptivB format A good mathematics program 
should have built-in praassessment and postassessment devices* 
These should measure a specific instructional objective outlined 
In the program. Only by stating an instructional objective as a 
link between the program^enabling step and assessment can affec- 
tive mathematical instruction be achieved, 

d) Cona&ptand skiU Bmphas/s, At should be^obvious that material 
that is learned and remembered is material'that has meaning to 
the student. Concept leerning and skill development in mathema- 
tics should be the keynote of a good mathematics program. A pro- 
gram that merely emphasizes computation without meaning is one 
that should be disregarded. Of prime conoern here, therefore, is 
the development in the learner of the capability to satisfactorily 
function after he/she leaves schooL 

ej SQcial skill devBlopment A good mathematics program should 
not only deal with the academics of mathematics but also with 
the inherent socialization skills that often play a part in mathema- 
tics functioning. Decision-making^ discrimination^ social responsi- 
bility, and cooperation are Just a few of the social skills that 
should be built into a curriculum. 

f ) MBnag&m&nPfr&&. A good mathematics program should be or- 
ganiied to fit into any classroom, regardrass of the behavioral 
management approach being used by the teacher. It is a good idea 
to find a mathematics program that is more global in content and 
applicable to all management programs. For aximple, an ©pen 
classroom arrangement may not allow for the use of a specific 
structured mathematics program. HQwever, that same program 
may be totally applicable to a classroom where a teacher Is able 
to select a mathematics program which fits his specific manage- 
ment scheme. Nonetheless, ha must be keenly aware of the fact 
that the program he has chosen may be severely limited in terms 
of content, 

31. Can you suggest a mathematics program or model which has all 
the necessary components? 

Project MATH (in press) outlines succinctly a procedure for insti- 
tuting an effective mathematics program In the classroom. At the same 
time, it Interfaces very well with the components stated above. To 
clarify this, a statement of the components, as well as methods to 
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achieve these componints, follows: " 

a) FI&Kibility, The mechanism of flexibility in thB Project MATH 
Program U the Interactiva Unit (lU): see figure 2, The lU desGribes 
the interaction between teaoher and learner. The material can be 
presented and responded to in four ways^ respectively. A teaGher 
can construct something, present a picture or prearranged set of 
objects, say something, or write something. The learner, when in- 
teracting with the teacher, can construct something, Identify some^ 
thing, say something, or write something. This provides flexibility 
both in terms of how the teacher and learner will interact and how 
the learner will demonstrate acquisition of specific mathematical 
concepts. Even though a learner may be a functional nonreader, 
there are twelve options available to the teacher for presenting in- 
formation and eliciting a response from the learner. 

b) Reahworld relevanae. The relevancy issue is met by two com- 
ponents oi thB Project MATH Program: (a) Every lesson is basical- 
ly activity- or experience-oriented; (b) mathematics laboratories 
are instituted which deal with application of mathematical skills 
to applied situations. Each laboratory requires specific prerequi- 
site mathematics skills on the part of the learner and develops nec- 
essary applied mathematical concepts. 

c) Diagnostic prBBcriptive format Continuous evaluation is tiie 
keynote in the Project MATH Program, iach lesson is accompa- 
nied by an evaluative criteria which Is, in essence, a test item the 
teacher can use to assess the child's knowledge of a mathematicaf 
concept: (a) He can use the item to determine If he must instruct 
the child using that lesson; (b) he can use the item as a preassess- 
ment device before teaching that lesson; and ic) he can use the 
.test item as a posttest device, after instruction of the lesson. In 
addition, the teacher may use the results of an evaluative criteria 
test item to prescribe not only speeifie math content but also 
more effective interactions (lUs). 

dj ConcBpt and ski// emphasis. The project MATH Program de- 
emphasizes computation, especially computation that requires 
rote memorization. The program emphasizes meaning (as a pre- 
requisite of computation). In terms of concept and skill develop- 
ment, a number of mathematical areas are emphasized: pattern 
recognition, sets and operations, numbers and operations, 
geometry, fractions, measurement, and verbal problem solving. 
ViFbal problem solving^ which is necessary to develop concepts 
and applied mathematics skills, deals with mathematical problems 
' that are imbedded in verbal phrases. Inability to solve a verbal 
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problem correctly may be due to a number of factors, i,e,, reading 
level, vocabulary level, computational level, etc. What is necessary, 
therefore, is a model which presents verbal problems so as to con- 
trol for all variables in determining student's strengths and weak^ 
nesses. An eKCellent model is that of a matrix on which verbal 
mathematical problems can be charted according to their various 
qualities. The components of this matrix follow: 

(1) Set complexity levei refers to the complexity of subject 
and object labels used in the question of a verbal problem, 

(2) OlBtrmting versus non-cflstractmg information refers to 
the presence of nonpresence of information that is Irrelevant 
to the solution of the problem. 

(3) Reading IbvbI refers to the difficulty of the vocabulary 
used in the verbal problem, 

(4) Compfexity level {process) refers to the computational 
complexity of the problem. 

The teacher may use the matrix by slotting in problems combining 
a number of components. The differences in the components of 
those questions which the learner answers directs the teacher to 
those areas in which the student is having difficulty, 

e) Social skill entiancement This component Is heavily empha- 
sized in the math laboratories. Each student has a responsibility to 
each one of the class members to complete his share of the lab^ 
oratory. This forces the development not only of social responsibility 
but also of cooperation among the students. 

f) Management- free. The Project MATH model can be employed 
easily in any classroom regardless of the management program be- 
ing used by the teacher, as it emphasizes flexibility and has a 
multiple option format {For further (nformatmn related to 
Project MATH, contact Dr. John Cawley, Dept. of Educational 
Psychology, University of Connecticut, Storrs, Ct,) 

Figure 2: INTERACTIVE UNIT MODEL 



*|nput (tiicher) 


constructs 


presents 


states 


graphically symbotiies 
(writes) 












Output (itudsnt) 


constructs 


presents 


j^ates 


graphically symbolizes 
(writes) 



In certain initincei, another itudtnt may provide Input. 
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32. Whit kind of information ean I get from current devices used In 
asiassing methamatici parformanoi? 

It Is crucial that any diagnosis be part of a continuous procesi 
leading toward effective programming. It is not uncommon for teachers 
to be presented with results from various survey batteries (usually 
achievement tests) that supposedly assist in determining where the child 
is presently, functioning. Unless the report from a test indicates a pre- 
ferred instructional strategy, that report is basically useless. Any norm^ 
referenced score (that is, a score that compares the child to others of his 
same age) does not really permit any direction for the teaching process. 
What is needed is a measure of a student's specific skills and deficits. 

Another problem is that most tests measure computational level, 
a single mathematical skill; however, it is obvious that there is more to 
mathematics than mere computation. Instruments that provide a more 
in-depth analysis of covert, abstract conceptualiiation and reasoning 
skills are needed, 

33. How can I assess mathematieal skilU? 

Diagnostic instruments should be used that provide the following 
two components: (a) a depiction and delineation of specific mathema- 
tical skills in the form of behavioral or performance objectives, and (b) 
a prescription for instruction based upon a student's performance on a 
given formal or informal instrument or behavior observation device. 
Both of these components may be found in criterion-referenced tests 
and concept-referenced inventories. The former measure the acquisition 
of specific behaviors, prescribe instruction towards these behaviors, and 
then test acquisition. The latter measure a cognitive behavior and relate 
successful performance of that behavior to various preferred instruc- 
tional concepts correlated with the behavior. (See Figure 3 for examples 
of these two methods,) 

For the most part, these instruments should be teacher made, as 
the teacherjs^the best one to understand what he is doing in the class- 
room. Bylpecifying behavioral objectives covering mathematical con* 
tent, the teacher can formulate a specific criterion-referenced or 
concept-referenced test to allow for effective diagnosis leading toward 
proper prescription for his students. 
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Figuri 3: EXAMPLE OF CRITERION REFERENCING 



Objective Sequence Oriterion^Referencid Test Item 
The student vvi I h 

3,0 Demonstriti knovvledge of claii The student will answer 

Inclusion principle diss inclusion questlan (3,6) 

3.1 tdentifies sets by viiuit Chirac^ If fails* 
» terlsties (color, shape* size, etc. 

3.2 Identifies set! by language 
libel characteristics 
(applis* pears* etc.) 

3.3 Identifies sets by category 
characteristics (applei md 
pears'i Bdth'fruit) 

3.4 Stites cardinal property of subsets 

3.5 Cornparts cardinal property of 
iubiets 

3.6 States subset to set comparison 
by ciisiification (i.e.* more ^ 
fruit thin ipples) 

4,0 Demonstrates knowledge of operations If passes* 

in numbers 

EKAMPLi OF CONCEPT^REFERENCING 

Concepts Measufe of CagnHi'vs Behivior 

1.0 Set theory Order recognition 

1.1 Recognition of sets If succissfuf* 

1 .2 impty set ■ 

1.3 1 to 1 correspondence 

1 A Equivaient, more than* less than 
1 ,5 Set Operations 

2.0 Numbers and operations Conservition of number 

2.1 Cardinality If successful* 

2.2 Ordlnality 

2.3 Addition 

2.4 Subtraction 

'Arrows indicate possible initructipnij objectlvei (criterion referenced) or in^ 
structi'onal concepts (concipt-refirinced) to pursue, 



34. Are there eommarcially available erltirion-refarenced or concept' 
referenced teiti? 

At the present time, there iris a number of good diagnostic 
criterlonTeferenced or conGept-referenced tests In mathematics that 
are commercially available: 

a) Fountain VbIIby T&aaher Support System in Mathematics 
(Richard L. Zweig Associates, Inc., Huntington Beach, California). 
FVTSS in Mathematics contains a number of criterion-referenced 
diagnostic tests which cover nine distinct math strands: (a) num- 
bers and operations, (b) geometry, (e) measurement, (d) applica^ 
tions of mathematics, (e) statistics and probability, (f) sets, (g) 
functions and graphs, (h) logical thinking, and (i) problem solving. 
The criterion-referenced tests are self-scoring in nature, The teach- 
er then obtains a student profile, determines the items which 
were missed by the youngster, and aligns these items with specific 
objectives, The teacher is then provided with a manual indicating 
which mathematics texts or programs cover that specific objective. 
Here, then, is a direct link between the results of the test and in- 
structional options. 

b) Prescriptive f^aterials Ratriaval Systam (Select-id, Inc., Olathe, 
Kansas), The PMR system allows a teacher to match specific 
learner characteristics with material characteristics. Using this 
system, a teacher can identify materials that teach specific con- 
tent, that are set into a specific format (e.g„ filmstrip, pro- 
grammed instruction, etc.), that are written according to a spe- 
cific reading level, and that fit these specific instructional strate- 
gies, One component of the system is the Basic Educational Skills 
Inventory in Math {Select'id, 1972), This is very similar to a 
criterion-referenced device for supplemental testing, or it may be 
used to track skills that the child did not demonstrate to criterion. 
Approximately SB to 65% of the materials cataloged in the PM R 
system are readily available in any well-equipped school system, 

c) Key Matti (American Guidance Service, Cinder Pines, Minne- 
sota). Key Math is an individually administered diagnostic arith- 
metic test. It contains 14 subtests organized into three major 
areas: content, operations, and applications, Under the area of 
content, the authors have incorporated items that deal vvith the 
concepts of numeration, fractions, geometry and symbols. Applica- 
tions deal with word problems, missing elements, money, measurement," 
and time. Operations basically deals with computation, Key Math pro- 
vides the foHowIng Infornratlon for a teacher: (a) a grade equivalent 
score which indicates how well a student performed on the entire 



tilt; (b) a profila delineating the student*s performance in each 
of the 14 skill areas, and (c) a description of each item's con- 
tent as well as IndlcatiDn of a student's performance on that 
Item. Although this inventory cannot be classified as a truly 
criterion-referenced instrument, an attempt has been made at 
using diagnostic results for effective instructional prograrnming, 
(d) PBmms R&cognition Skills Inventory {Hubbard'Scientific 
Co., Shermer Road, Northbrook, Illinois), The PRSI is designed 
to help educators and other specialists make certain determina- 
tions about students, including levels of readiness for functioning 
in language and mathematics, levels of development in reasoning 
skills, and appropriate qurricular approaches. The inventory Is 
arranged in four equivalent sets, each set consisting of 24 pat- 
tern tasks. Only one set {random selection) is presented to the 
subject. As a teacher presents each task, he instructs the subject 
to: (a) view the model pattern sequence; (b) view the four choice 
array of pattern sequences; and (c) make a choice from this array. 

A response evaluation sheet provides information related to 
the three areas: (a) pattern task performance; (b) stimulus dimen- 
sion performance; and (c) pattern performance. The author has re- 
lated these performance areas to basic instructional implications 
(concepts) in language and mathematics which are listed in figures 
presented in the teaehar's manuaL The PRSI is a concept- 
referenced diagnostic inventory. Three of its components are of 
prime importance: (a) it requires no reading on the part of the 
student; (b) it was eKpressly designed to be used by teachers; and 
(c) the instructional implications figure in the manual pertaining 
to mathematics provides concepts listed in developmental order. 

35. What kind of a relationihlp should I have with the parents of an ex- 
ceptlonal child from my alaii?, 

Relationships with parents of mainstreamed exceptional children 
should be no different from those you have with parents of the other 
children In your class. You may expect more enthusiasm and coopera- 
tion from the parents of the mainstreamed children than from the other 
parents. Parents of exceptlonaf children want an honest evaluation of 
their child's problems and capabilities. The following recommendations 
regarding parent counseling should help you relate effectively to all 
parents. Part A consists of professional do's and don'ts ragardmg paren- 
tal counseling. Part B consists of recommendations offered by parents 
regarding the relationship they desire with teachers. 
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RiCOMMENDATIONS REGARDING PARENT COUNSELING 

A. Professional reGommf ndatlons to dilum, not dissolva, your problems 

1 DO: 

a) Report social as well as academic behavior. 

b) Keep written records of behavior incidents (preferably wit- 
nessed copies) and classroom worksheets. 

c) Report only observable behavior, i.e., behavior relevant to the 
school situation. 

d) Admit when you do not know why a child acts as ha/she does. 

e) Encourage parents to have regular conferences, particularly 
regarding behavior problems. 

f) Se honest with yourself and with the parent. 

g) Go out of your way to involve both parents. Failure to do so 
may lead to* 

(1) Distortions of the situation 

(2) Marital friction 

(3) Disregard of your recommendations 

(4) Undue responsibility on one parent, particularly when a 
placement decision may be involved 

(5) Disassociation of uninvolved parent from consequences 

h) Provide written feedback or follow-up of conference. 

(1) Give parents a document they or ahother professional can 
refer to at any time after the conference. 

(2) The written document reduces the chance a parent has of 
distorting and misunderstanding your ooncerns and 
recommendations. 

i) Convey (at the end of your conference) that your interest Is the 
beginning, not the end, of your involvement. Indicate that you 
will continue to: 

(1) Provide remedial assistance, and ' 

(2) Seek additional diagnQStic and treatment assistance 
2. DONTt 

a) Diagnose, particularly behavior problems and suspicions of or- 
ganic damage. D&scrib6 what you see; don't intBrpr&t it. 

b) Interject your peculiar sensitivities and private personafity 
theory into your portrayal of the child, 

c) Keep secrets. A parent has a right to know that a child needs 
assistance. You are not desarting the child by sharing his/her 
problems in your classroom with parents. If you are concerned 
that a parent will punish the child, question yourself as to 
whether the child's needs are best met by salictivily withhold- 
ing information from his/her parents. 



d) Use gutdatid, ambiguous, or unplaaiant terminology. 

e) Make long-tirm pridictioni. 

f j Back down from a hostile parent when you know you are 
right. Ratherp 

(1 ) Suggest talking to one parent at a time in this case. 

(2) Reschedule for another date, perhaps with the principal 
present. 

gj Meet parents unprepared — be able to document your concerns. 

B. Recommendations by parenw to diiuWf not dmolvB, your mutual 
problems: 

1. Do not tflnore or overlook the fact that parents have certain prob- 
lems to face^ e.g., 

a) Accepting the fact that their child may have a disability, defect^ 
or imperfection. Partial or total nonacceptanea of this fact 
creates emotional tensions in the parents. 

b) In cases where previous professional interventioni have occured, 
parents may be reacting on the basis of inept, inaccurate, and 
iiUtimed professional advice. 

2. Give honest feedback as soon as possible. 

3. Try to see both parents. 

4. Use up-^to-date terminology and down-to-earth language. 

5. Recommend reading materials. 

6. Show the parents how to teach things to their child. 

7. Tell the parents what your behavioral and academic expectations 
are for their child. 

8. Be willing to discuss the child's problem with the family doctor. 

9. Know your resources. 

10. Let the parents make their own decisions. Help them to see that 
It is their problem and their decision. 

11. Help them to understand the problem. 

12. Never put parents on the defensive. 
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Appendix 



1. What IS visual perception? 

Visual parciption includes four main araai: 

a) VisuBl dmnmination involvii the ability to differentiate in 
some manner one form, letter, slEe, word, or color from 
another, 

EKampIe: Given the foilowing figures, the child is instructed 
to find the one that is the same as the one in the boK. 

010 □~V 

Form Constancy Progr&m 
(Sabatino, Miller, & Sabatlno, 1973) 

b) VIsubI mBmory is the ability to reproduce a visually pre^ 
sented stimulus after it has been removed. 

Example: Shovv the child a single picture for 5 leconds. Re^ 
move it and ask him to find the same figure from six possible 
choices*(Multiple Choice Bender, 1973) 

c) ViBual sequBncing is the ability to recall a series of visually 
presented Items in the order presented. 

ixample: Show the child a series of figures for 5 seconds. Re- 
move the series from view and have him/her identify the same 
from six possible choices. 

c) VIsubI figure ground is the ability to determine irrelevant 
stimuli, to pick the important stimulus from visually presented 
materiaL 

iKample: Show an appropriate drawing to the child and have 
him/her pick the type of figure that is hidden in the drawing 
from six possible choices. 
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. Whet is auditory pirceptlon? 

AuditorV perception includes four main areas: 

a) Auditory dmriminBtion is the ability to diffefgntjate among 
sounds. 

fxampla: Say xYm sound form three times. Then say foth, form, 
fog. Ask child to tell whether form sound was In first, seGond or 
third position, 

b) Auditory memory is the ability to retain Information which is 
heard. 

Example: Ask the child to repeat the following sentence after 
you have read It once: ^^At the summer camp the children get up 
early in the morning to go swimming/* 

c) Auditory Bequ&ncmg is the ability to recall a series of sounds in 
the order presented. 

Example: Say the following sounds in quick order: Pa - ti^na; 
then have the child pick position of correct sequence from the 
following orally presented responses: ta pocic - r)B/pa - ti 
na/t& ^ tin ^ pa, 

d) Auditory figurB-ground Is the ability to attend to a specific 
sound itlmulus smong other {usually less Intense) stimuli, 
ixample: Ask child to repeat a sentence given at a time when con- 
siderable background noise Is presant in the classroom. 

What is peraeptual Integration? 

Perceptual integration involves three main areas; 

a) Visuai-auditory percBptu&i-int&grat/on Is the ability to process 
Information received through the auditory and visual modalities, 
ixample: Make the sound bsBB and ask the child to show you the 
picture of the animal that makes such a sound from several possi- 
ble choices. 

b) ViBual-tBctil6/i<inBs^etic Is the ability to make motoric re- 
sponses to the visual-tactlle/kinesthetic cues. 

Example: Ask child to trace the following figures with his finger: 
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c) AuditQry'tBatile/klnmihBtic Is the abilfty to make motoric re- 
sponse to auditory-tactile/kmesthetie cues. 
Example: Place several imall objects in a bag. Have thi child 
reach Into the bag and pull out, without looking, various desig- 
nated objects, e.g., "give me the pencil/' 

4. What Is languige? 

Language involves seven main skills: 

a) RBprBsentBtional concept formation is the ability to recognize 
entitles possessing more similar characteristics from entities pos- 
sessing less similar characteristics. 

Examples Show the child a series of pictures including several 
trees, bushes, shrubs, flowers, as well as unrelated objects. Ask 
him/her to identify all the pictures of trees. 

b) Non-repremnmthna/ concept formation is the ability to recog^^ 
niie concrete relationships. 

Example: Ask the child to crawl under the table or to hold his/ 
her hand dvBr the desk. 

c) ConcBptual amociBtion is the ability to recognize and/or formu 
lata analogous relationships among entities and to engage in diver- 
gent thinking, finding entitles possessing similar properties. 
Example: Ask child to complete the following phrase: "Grass is 

green; sugar is . (Kirk, S., McCarthy, J., & Kirk, 

W., llllnoisTestofPsycholinguistic Abilities [rev. edj Urbana: 
University of Illinois Press, 1968.) 

d) ConcBptJal mediBtion is the ability to engage in convergent 
reasoning, finding similar properties among entities* 
Example: Ask the child to name as many things as possible that 
are blue. 

e) Expf^ivB InffBction Is the ability to communicate meaning 
through appropriate use of vocal alterations of pitch, volume, 
and tone. 

Example: Ask child to tell a story or listen while he/she Istalkr 
ing naturally, and note appropriate alterations of pitch, volume, 
and tone. 
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f) Expremlv& ByntBx Is the ability to formulate ientenees using 
proper sentence structures. 

ExiFTiple- Ask the child to tell a story and listen for appropriate 
sentence structures, 

g) Repetitive languagB is the abinty to understand and encode en= 
vlronmental information. 

Examples General — observe and evaluate appropriateness of the 
child's overall responses to environmental demandi. Specific — 
ask questions requiring minimal responses for answers, e.g., "Is 
water wet?" 

5. Whit are grois motor ski 111? 

Gross motor skills can be divided into five main areas' 

a) CQordination-batmae involves the health of the nirvous sys- 
tem and the efficiency of the muscular system. 

Example: (1 ) Coordination — ask the child to walk forwards, 
along the length of a standard, commercial balance beam. 
(2) Balance — ask the child to place hands on thighs, one foot on 
the inside of the opposite knee, and to remain balanced In this 
position for at least 10 seconds. 

b) StrBng^-Bnduranae Is the capacity to engage in muscular ac- 
tivity over a period of time. 

Example: Have the child do pulhups and/or hang from the hori- 
zontal bar, door frame, etc., for a reasonable length of time. 

cj KtiiBsthetiG/motonc is the awareness of positions taken by dif- 
ferent parts of the body through muscular contraction, tension, 
and relaxation. 

Example: {1 j Place tape or chalk line on floor and ask child to 

walk along this line both forwards and backwards. 

(2) Have the child lie on the floor and make "angels in the snow" 

movements. 

d) Body imsg& is the ability of the child to identify, locate, or ex- 
plain the functions of the various body parts* 
Example: (1 ) Mention the parts of the body and have the child 
point to the same. (2) Have the child state the functions of each 
part of the body. 



e) Dir&ationatity is the devejopment of eKternal and internal 
awareness of "sideness." 

Example: (1) External - ask the child to raise his/her left hand 
and to kick the right leg. (2) Internal - (a) note whether the child 
uses the same hand for writing and throwing a ball; (b) note hand^ 
edness of child. See if this Is the same as eyedness of the child. To 
note dominant eye, ask child to place index finger in front of nose 
with arm extendedand both eyes open. The index finger will ac- 
tually come to rest in front of the dominant eye. 

What are fine motor skills? 

Fine motor skills can be divided into three main areas: 

a) Manual daxt&nty is the ability to make rapid and coordinated 
movements with the hands, 

ixample: Give the child a clean piece of paper and a pencil, and 
instruct him/her to make as many dots on the paper as possible in 
15 seconds. The task should be repeated for both right and 
left hands, 

b) Tmtile/haptia diBarlmination is the information processed 
through the sense of tpuch via the fingers and skin surfaces. 
Example: Have the child identify different textures by tguch 
only. Materials that are soft, hard, coarse or smooth may be used, 

c) Eye/hand coordination is the coordination of the eye with the 
motor movement of the hand. 

Example: Toss a ball to the child with an underhand motion, in- 
structing him/her to catch the ball In a cupped hand with the 
palm facing upward. 
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